GENDER DIFFERENCES IN PERCEPTIONS OF SCHOOL LIFE AND SELF-CONCEPT: CONSIDERATIONS FOR ADDRESSING GENDER IN SECONDARY SCHOOL SETTINGS

It has long been argued that gender considerations are an important factor in educational outcomes for students. The impact of social and of cultural beliefs concerning the value of education has often been implicated in gender differences in outcomes of schooling. While social constructions of masculinity warrant scrutiny both in society in general and in education, a focus on the social determinants of behaviour and attitudes does not always allow for full consideration of individual factors, such as affective or social-emotional determinants of responses to situations. This paper discusses the findings of a qualitative study of student perceptions of quality of school life and of student self-concept that was conducted in six different Australian schools. The findings of this study show that as well as gender differences, there were differences related to the school location, the socio-economic group the students belonged to, and the age of the student. These findings point towards the need to investigate gender in schools using an ecological model of gendered perceptions of school life that can take account of both individual and environmental factors.
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The literature and commentary related to the examination and investigation of the differences in educational outcomes for boys and girls ranges from peer-reviewed academic journals to broadsheet and tabloid commentary on the "problems" boys present in schools and "issues" for girls. The vastness of the available literature presents an often confusing amalgam of opposing theories and viewpoints, conceptual models, top tips, and diatribe through which teachers, parents, and academics alike must navigate.
Within the literature there are many theoretical positions regarding the origin of differences in educational outcomes for boys and girls, and therefore a wide range of opinion concerning the ways in which those differences should be addressed (see for example, Alloway, Freebody, Gilbert, & Muspratt, 2002; Hawkes, 2001; Lingard, Martino, Mills, & Bahr, 2002; West, 2002) . Areas of concern for researchers investigating the education of boys include gender stereotypes; hegemonic views of male identity (Connell, 1995; Mac an Ghaill, 1994) , and the impact of socially and culturally derived beliefs about gender and the value of education (see for example, Foster, Kimmel, & Skelton, 2001; Martino & Pallotta-Chiarolli, 2003) . Other more specific concerns include the so-called "feminisation of the curriculum"; the need not to homogenise boys (Lingard, 2003; Lingard et al., 2002) ; ensuring that good outcomes for girls are still achieved (Mills, 2007) ; expanding teachers' knowledge of broad gender considerations in education (Alloway et al., 2002; Mills, 2001) ; and promoting a sensitivity and awareness of gender within the classroom (Keddie & Mills, 2007b) .
Within this broad range of concerns much research has focussed on academic outcomes (for example, lower literacy attainments of boys compared to girls) and while the impact of socio-economic status has primacy, the impact of gender is still significant in terms of accounting for differences in the educational attainments of boys and girls (Australian Bureau of Statistics, 2006; Berk, 2005; Browne, 2000; Connolly, 2004) . It is therefore important to remember that educational outcomes incorporate both academic and affective (social-emotional) outcomes, that there is a reciprocal relationship between good academic outcomes and good affective outcomes of schooling, and that a student will achieve better results if he/she is happy at school (see for example, Ainley, 2006; Ainley, Batten, Collins, & Withers, 1998; Hattie & Fletcher, 2003; Ingvarson, Meiers, & Beavis, 2005 ). Yet there is little empirical research into gender differences in affective responses to schooling.
Even though the poorer academic outcomes for boys have been of concern and under investigation, there has also been unease expressed by teachers, parents, and academics about poorer life outcomes for many boys as well as about the correlations with boys' poorer affective outcomes from school (House of Representatives Standing Committee on Boys ' Education, 2002) . It is well established, for instance, that boys have higher rates of misbehaviour and suspension, and less motivation and engagement in educational processes, than girls (see for example, Munns et al., 2006 ), yet little is known empirically about the nature of gender differences in other affective areas such as perceptions related to achievement in school or satisfaction with school.
It has been established that affective responses to school are mediated by contextual and population-level variables. There are positive relationships between affective responses to school and: parental levels of education (Fullarton, 2002; Marks, 1998) ; socio-economic status and levels of engagement (Fullarton, 2002) ; parental expectations (Ainley & Sheret, 1992) ; and school socio-economic status (Marks, 1998) . Concerns have recently been expressed in Australian research indicating that socio-economic background may be increasingly important in academic and affective outcomes of schooling (Baron, 2008) . Further, while the impact of community-level income on school-level performance is significant, it also impacts on student performance at the individual level (Leigh & Thompson, 2008; Marks, 1998) . Interestingly, Leigh and Thompson (2008) also found considerable variations in achievement between schools of similar socio-economic background and concluded that within-school factors could perhaps counteract seemingly unfavourable economic conditions. While it may be assumed that some of those within-school factors could include teacher effectiveness and school culture, student-level factors such as gender may be of significance. Yet the impact of gender on affective outcomes and responses to education is under-researched and little empirical data is available on gender differences regarding affective development and outcomes of schooling. There is useful qualitative material in the form of interviews in which boys have discussed their concerns about bullying and homophobia, having to live up to unrealistic expectations, their perceptions of teachers and the relevance of schooling, but how these views compare with those of girls within the given contexts is not explained (Martino & Berrill, 2003; Martino & Meyenn, 2001; Slade & Trent, 2000) .
Sociology has been a useful framework for the examination of educational outcomes for boys, particularly as many of the concerns about boys, masculinity and gendered stereotypes have wider social implications beyond school. However, a complete understanding of the complex nature of gender identity and responses to education requires consideration of a vast number of variables. Factors contributing to differences in educational outcomes for whole populations of students include class, ethnic grouping, and socio-economic status. It has been argued that these factors are also responsible for gender differences and that the differences between groups of boys from across socio-economic or cultural groups are greater than those between girls and boys (Lingard, 2003; Martino, Lingard, & Mills, 2004) . However, there is also evidence which suggests that girls from lower socio-economic groups outperform and are happier at school than boys from higher socioeconomic groups (Ministerial Council on Education Employment Training and Youth Affairs, 2007) . Educational touchstones which have emerged from sociological research regarding boys' education include the need to challenge dominant constructions of masculinity (Connell, 2000; Martin, 2002a) , the importance of promoting multiple ways in which masculinity can be enacted (Mills, 2001 (Mills, , 2007 , and the crucial role of schools in working towards social justice (Lingard, Mills, & Hayes, 2000) . It may be that other research frameworks and associated variables could also be useful in investigating the enormous number and types of interactions that an individual has within any given educational environment.
For instance, it has been argued (Jackson, 2002 (Jackson, , 2003 (Jackson, , 2006 ) that combining sociological and social psychological approaches to the investigation of educational outcomes for boys could more fully account for variations brought about through class, socio-economic factors, and varying school environments. It is possible that drawing from the research and literature in both fields would also allow consideration of factors which are external as well as internal to the individual. It is true that sociological research examines factors at a group and population level. The field of social psychology also considers similar population-level factors but in the context of the individual's interactions with his or her immediate social situation.
It is the individual's thoughts, feelings, and beliefs which are examined, and the individual, rather than the group, is the unit of analysis in social psychology.
Indeed, it has been argued that greater cognisance of the role of the individual's affective responses and the contribution of educational environments to overall educational outcomes is needed in order to address inequalities within education (Ainley, 2006; Ainley et al., 1998) . This has been echoed in recent calls for greater consideration of boys' affective responses to school (Munns et al., 2006) and the need to more explicitly address both academic and affective domains in order to more effectively address educational outcomes for boys. While the importance of boys being encouraged to challenge dominant conceptions of masculinity cannot be underestimated, if educational institutions are to uphold the mantra of not homogenising boys and the differences both between and within groups of boys are to be truly investigated, then the thoughts, feelings, and beliefs of individual boys about themselves and their education need exploration.
A recent study on gender stereotyped attitudes regarding English and maths and future studies and occupations, did just this. While Watt (2008) focussed on sexstereotyped career paths and choice of courses in the domains of maths and English, she found that even in upper middle class schools there were robust and persistent gender imbalances in Maths and English course participation, and that course and career choices were "substantially explained by adolescents' motivation over and above their levels of maths and English achievement" (p. 106). She speculated that the magnitude of the differences may be even greater "among lower socioeconomic groups where the push to excel academically may be less" (p. 109). In arguing for social justice for both males and females, she highlighted the need for further investigation of the origins and sources of gender differences in Englishand Maths-related values and self-perceptions.
If greater consideration is to be given to both individual and contextual variables, and if both social psychological and sociological variables are to be taken account of, new models related to measurement of school environments will need to be considered. Munns and Martin (2005) proposed a model of motivation and engagement that sought to account for interactions between varying levels (whole school and classroom) of an educational setting. They developed the model with particular regard to boys. The model allows for differential student responses to whole-school practices, as well as to classroom teaching and learning strategies. The student's responses to whole school or individual classroom experiences are in turn derived from internal beliefs, thoughts, and feelings which drive subsequent actions. Follow-up work by Munns et al. (2006) uses the term "socio-academic" to stress the interactive nature of boys' emotional and social experiences of school with their academic performance, and has proposed that the framework provides a credible model to assist in "diagnosing the relations in which individual boys' actions, beliefs and goals are enmeshed in larger societal dynamics" (Munns, et al., 2006, p. 89) . The model also allows for gathering empirical data related to boys' perceptions of the classroom environment and their self-concepts in specific subject area, and was therefore used to inform the conceptual modelling for the current study. Specific questions were: do gender differences exist in students' perceptions of General and English self-concept? Do gender differences exist in students' perceptions of school environments? If so, what is the nature of those differences? METHOD This paper is drawn from a broader study that examined gender differences in perceptions of school life and self-concept. The methodology and other results from the study are discussed in more detail in other publications (Clay, 2007 (Clay, , 2008a (Clay, , 2008b . Data for the study were collected from secondary school students in New South Wales, Australia. Secondary school in Australia begins at Year 7 with students aged approximately 12-13 years and continues to Year 12 (17-18 years of age). All schools were participating in professional development programs aimed at improving educational outcomes for boys. Schools that approached the researcher for assistance with professional development in boys' education initiatives had been invited to participate in the study in accordance with procedures agreed to by the University's Human Research Ethics committee. Descriptive data for the nine schools accepting the invitation to be included in the study are presented in Table  1 .
Data were collected at two time points. At Time 1 there were 1,735 students from Years 7-10 at six government and three non-government schools. At Time 2, data were collected from 612 students in Years 8-9. The number of schools participating in the study at Time 2 decreased due to the withdrawal of three schools from the study. Time 2 data were collected 9 to 14 months after the initial data collection, in Terms 3 and 4 of the school year.
The study used two scales from the Self-Descriptive Questionnaire-II (Marsh, 1992) , General self-concept and English self-concept, and an adaptation of the primary version of the Quality of School Life questionnaire (Ainley & Bourke, 1992) .
The Self-Descriptive Questionnaire-II or SDQ-II (Marsh, 1992) measures specific areas of self-concept in junior and senior high school-age adolescents and has good 24 CLAY It has also been shown that both performance and self-concept in literacy and numeracy conform to commonly held beliefs that boys are more likely to be good at Maths and girls at English stereotypes. Boys generally have lower scores than girls on Verbal self-concept and higher scores on Numeracy self-concept (Marsh & Craven, 2006) . Additionally, academic self-concept can be subject specific (Marsh, 2002) and, while it becomes more fixed with age (Marsh, 1989) , is sensitive to a sense of achievement within that subject (Marsh & Craven, 2006) . The verbal or English self-concept scale was used in this study.
The Quality of School Life Questionnaire or QSL (Ainley & Bourke, 1992 ) is a reliable and recognised measure of students' perceptions of the quality of their school lives and has eight different scales in a primary and secondary form. There are variations in the wording and specific focus of the scales between the two forms. Ainley and Bourke found that the reliability of the primary form had slight variations across scales and across populations. Reliabilities for scales from the primary form used in this study varied from 0.74 to 0.84.
An adaptation of the primary version was used with the secondary students in this study for three specific reasons. Firstly, the review of the literature related to boys' education had indicated that issues of engagement and motivation often mediate a boy's satisfaction with school, and it was hypothesised that motivation and engagement (as indicated by the Adventure scale) might be a significant point of gender difference. The Adventure scale is not included in the secondary form but was needed for the study. Secondly, the simplified wording of the primary form was deemed more accessible for the younger students in the sample and would also accommodate a wider range of reading abilities. Thirdly, the negative affect dimension was not used as feelings related directly to the self were being canvassed in the Self-Descriptive Questionnaire-II.
The procedure for both rounds of data collection was similar. Questionnaires were administered during class time by teachers with the support of the researcher. A standard format was used to orient students briefly to the broad aims of the study. Items were read aloud to the students to allow for poor readers and the questionnaires took approximately 30 minutes to complete.
RESULTS
It has previously been shown that there were significant differences between the genders with regard to General self-concept, English self-concept, and perceptions of school life (Clay, 2007 (Clay, , 2008b at Time 1. Males had significantly lower scores than females in English self-concept and in satisfaction with school life. At Time 2 the only gender differences in the whole sample was for English self-concept (p = .000), with boys' scores in all cases being lower than girls' scores. The reasons for fewer gender differences have been previously discussed (Clay, 2008b) and include a smaller sample at Time 2, as well as older students in the sample. At Time 1 the majority of gender differences were found in Year 7, while the Time 2 sample comprised Year 8 and Year 9 students. Results from Time 1 had also indicated that the number of gender differences found in Years 8 and 9 would be fewer, as positive perceptions of school decreased with students moving through school.
The focus of this paper is on the finding that, while there were overall gender differences in views of school, school and year of schooling impacted differently on the perceptions of schooling for boys and girls. The results indicated that school attended was more significant for females' views of school than for males' views. Also noteworthy was the decline in mean scores across school years on both SDQ-II and QSL scales, with female scores having a steeper downward trajectory between Years 7 and 9 than male scores. However, the findings for English self-concept were quite different. The results indicated that boys' beliefs regarding ability to succeed in English were significantly lower than the beliefs of girls and persisted regardless of school attended or year of schooling. It was therefore necessary to examine the effects of school, gender, and year on SDQ-II and QSL scales, and also to examine the between-school differences. The results of a three-way analysis of variance are presented in Table  2 and show the main effects for school, gender, and year derived from Time 1 data.
As shown in Table 2 school, year, and gender were main effects for both SDQ-II scales and most of the QSL scales. However, conclusions regarding main effects need to be approached cautiously due to the large number of interaction effects between gender and year, gender and school, and year and school (Table 3) . Gender and school, and year and school, showed the most consistent interaction effects but there were no significant interaction effects for gender, year, and school. Using Cohen's (1988) classification system the effect sizes for significant SDQ and QSL scales could be described as moderate to large. Furthermore, while the number of significant gender differences decreased in Time 2 data, main effects for school, gender and year were still found (Table 4) . When considering the Time 1 (Table 3) and Time 2 (Table 4) data, it is possible to see that school is the most consistent effect, but even with a reduced sample size and range, gender, and year continued to be main effects. School as a persistent and significant main effect on the six QSL scales is consistent with previous research into the impact of school of students' perceptions of school life (Fullan, 2001; Marzano, Waters, & McNulty, 2006) . The results confirmed that school attended influenced students' general satisfaction with school, relationships with other students and teachers (Social Integration and Teacher Relationships), and the sense of achieving in school work. While general feelings about the self did not appear to be affected by school, the sense of being able to do well in school and to be achiev- ing at one's own level (Achievement) was impacted by school as was belief in ability to do well in English (English self-concept). Post hoc Scheffe comparisons were used to determine where the differences between the schools. The data for the cohort moving through Year 7 and Year 8 (at Time 1 and Time 2, respectively) was separated given that year of schooling was a strong main effect. As gender was also a main effect but in different domains across the time period, data were analysed separately for boys and girls. School effects for males are shown in Table 5 and for females in Table 6 . In Tables 5 and 6 schools are identified by a number with the lowest and highest mean scores shown. Schools which were statistically different to others are separated by a dash (-).
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While there were significant differences between the schools for boys, with the exception of Achievement at Time 1 and Social Integration at Time 2, no one school was consistently significantly different to another. However, General Satisfaction, Social Integration, and Teacher Relationships were key points of difference between the schools at both Time 1 and Time 2. Interestingly while there were some differences between boys' self-concept related to English, no one school was different to another and there was school effect at Time 2.
For females (Table 6 ) the number of scales showing significant differences also changed between Time 1 and Time 2. However, school was shown to have a more generalised effect on females at Time 2 than males, although General Satisfaction, Social Integration, and Teacher Relationships were points of commonality between males and females. There were also greater between-school differences for females than males, and the relative position of schools is variable between the genders and across SDQ-II and QSL domains. Interestingly, the position of the schools relative to each other does not appear to be always tied to socio-economic status. Schools 1, 5, and 9 had higher socio-economic profiles than the other schools but they were not necessarily ranked more highly in terms of students' self-concept or perceptions of school life.
In summary, in this study gender differences were found in English self-concept and perceptions of school life and further, these differences were sensitive to the General self-concept (3.02) 1 3 2 4 9 7 6 5 (3.43) ns English self-concept (2.64) 1 3 7 2 6 4 9 5 (3.05) ns General Satisfaction (2.63) 2 1 3 4 9 8 7 5 6 (3.19) (2.70) 6 3 2 7 4 5 (3.12) Social Integration (2.73) 1 3 4 2 6 8 9 5 7 (3.32) (2.90) 4 -3 6 2 7 -5 (3.37) Opportunity (3.32) 9 3 1 2 5 4 8 7 6 (3.56) ns Teacher Relationships (2.98) 1 2 4 3 8 9 7 5 6 (3.36) (3.02) 2 6 4 3 5 7 (3.53) Achievement (2.83) 1 -2 3 9 4 8 5 6 -7 (3.38) ns Adventure (2.35) 2 9 4 1 7 3 8 6 5 (2.76) ns contexts of individual schools. One of the major points to emerge from the results was that while males overall were less satisfied with school and had lower English self-concepts than females, the impact of school attended on General Self-concept, English Self-concept, and perceptions of schooling was different for male and female students. The results also suggest that for either males or females, schools from higher socio-economic areas were not always those with the highest scores on either SDQ-II or QSL. At Time 1, when there were three non-government schools in the sample and while School 5 (Independent, regional) tended to be ranked quite highly by the boys, neither of the other non-government schools (1 and 9) could be said to be ranked differently to government schools. At Time 2, the boys at School 5 continued to rank the school highly, but only on Social Integration was it significantly different to other schools. For girls, there were more between-school differences at Time 2, with the ranking for School 5 rising over the course of the study, while the ranking of School 2 (government, country) fell during the study. While the differences are not consistent, what is interesting in the results is that the differences tended to be in areas involving relationships at school, and this is consistent with research highlighting the importance of positive relationships in education.
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DISCUSSION OF RESULTS
The current results suggest that any boy (regardless of background or school setting) may experience a lack of satisfaction within any given school setting. The results further suggest that boys do in fact have a lesser belief in their ability to succeed in English than girls, and this finding appears to be consistent across economic groupings and school attended. These findings are consistent with other research which suggests that self-concept and beliefs about the intrinsic value of Maths and English are influential in patterns of participation and achievement for both boys and girls (Nagy et al., 2008) and further that self-concept, self-efficacy, 
29
GENDER DIFFERENCES IN PERCEPTIONS OF SCHOOL LIFE AND SELF-CONCEPT
General self-concept ns (2.92) 2 -6 4 7 3 -5 (3.44) English self-concept (2.79) 7 -5 6 1 4 3 2 -9 (3.40) (2.78) 2 -7 6 5 4 -3 (3.41) General Satisfaction ns (2.77) 2 6 4 3 7 5 (3.30) Social Integration (2.87) 1 -4 6 2 3 8 9 5 -7 (3.43) (3.02) 4 2 7 3 6 5 (3.41) Opportunity (3.32) 1 4 5 6 3 2 8 9 7 (3.73) ns Teacher Relationships (3.09) 4 -3 1 2 5 6 9 8 -7 (3.62) (2.66) 2 -3 4 6 -5 7 (3.49) Achievement ns (2.78) 2 -6 7 4 -5 3 (3.42) Adventure ns ns and achievement are tightly bound in a reciprocal relationship (Marsh & Craven, 2006) . Other factors identified in the literature as related to self-concept and impacting on achievement and participation in schooling programs include beliefs about the self and one's ability, one's level of interest and one's goals (Covington, 1998 (Covington, , 2000 Marsh & Craven, 1997) .
In answering the research questions posed, it can be concluded that there are gender differences in English self-concept and in some areas of school life. Further, that the nature of those differences is complex, as the differences are mediated by year of schooling and the school itself. Indeed, the school attended would appear to be a more important factor for girls' education than boys'. So while socio-economic levels and school are important factors, they are not the only factors operating in gender and education.
Given the gender differences in affective responses to school, the results of the study support the contention that academic and affective indicators need further consideration for the planning and implementation of intervention programs. This reinforces the notion that any intervention, whether academically or social-emotionally focussed, must be sensitive to the educational, social, and community context of a school (Lingard et al., 2002) . The differential nature of the results of this study with regard to gender, year, school, and specific areas of school life, highlights the need to include a broad range of data in both determining the type of interventions (either universal and/or targeted) and in establishing baseline measurements for indicators of change or improvement. Further, careful consideration of the potential impact on both genders must be undertaken, even if only one gender is being targeted by the intervention.
The inclusion of both academic and affective variables is important in terms of addressing broader issues related to gender identity and challenging commonly held notions regarding gendered behaviour. Much of the literature regarding strategies and approaches to address educational outcomes for boys deals with pedagogical interventions (which generally target academic outcomes), while other literature highlights the imperative for personal growth, social-emotional development and the exploration of conceptions of masculinity. Therefore it seems that in order to address the issue of how schools and education can assist boys to achieve their potential academically and personally, a more nuanced understanding of gender and its place within the educational sphere is required. Given the differences between schools in affective responses of both boys and girls demonstrated in this study, it would seem that the place of affective development and acknowledgment of gender differences therein needs both recognition and further examination. In order to progress the dialogue around boys' education it is suggested that models which allow for examination of both internal and external factors impacting on educational outcomes need exploration. Further, consideration of how individual factors interact with educational environments would assist in addressing some of the perennial issues related to boys' education, including the need to not homogenise boys (Lingard et al., 2002; Martino & Pallotta-Chiarolli, 2003) , as well as to account for research findings that family environment and parental attitudes towards education are more influential than income alone (Lareau, 1989) .
The results presented here support the need for further investigation of appropriate models that will account for sociological and social psychology factors associated with educational outcomes. The suggestion of incorporating different levels of variables (Munns, et al., 2006) is not dissimilar in conception to bio-ecological models. Bio-ecological models are widely used in the social sciences and in accounting for human development and behaviour. In bio-ecological models, large numbers of variables can be placed within circles of relative influence and this can be helpful in identifying specific factors that may impact on individuals at different times. In proposing their model, Bronfenbrenner and Ceci (1994) conceived of the individual as being at the centre of a series of nested circles of influence. At the centre is the individual with biological, affective, and cognitive components influencing his or her behaviour. Those behaviours are in turn informed and moulded by the varying environments (home, school, neighbourhood, culture) within which the individual exists and with which an individual interacts. The self-beliefs or feelings an individual forms about him or herself are thus informed by factors which are both internal and external to the individual.
1
It is proposed that bio-ecological models would be useful in furthering consideration of both internal and external variables associated with boys' educational attainments. Educational literature acknowledges that the outcomes of an individual's are influenced by an extremely broad range of factors, yet much of the literature and commentary related to boys' education tends to focus on specific issues, with little acknowledgement of the interactive nature of the factors (for instance, challenging hegemonic attitudes or the influence of socio-economic status). This study has provided a snap-shot of the range of gender differences that existed within a small range of schools and has highlighted the importance of accounting for affective variables, when considering educational outcomes. While the origin of gender differences in behaviour is highly contested, there is a growing body of evidence to support the idea that there are hormonal influences on the behaviour of boys and girls (see for example, Baron-Cohen, 2003; Berenbaum & Bryk, 2008) . However, that research also stresses that it is the interaction between biology and environments that ultimately determine an individual's behaviour, and bio-ecological models allow for consideration of both biological and environmental influences in behaviour.
In terms of variations in educational attainments, particularly for boys, the model allows for the investigation of individual factors as well as closer scrutiny of school and teacher-related variables in relation to varying communities. The model is potentially useful in exploring alternate approaches to boys' education as it provides a framework for investigating different social constructions of gender which flow from home, family, peer, and cultural influences, as well as biological, cognitive, and affective factors influencing individual volition. Thus it may be possible in the contested field of boys' education (see for example, Keddie & Mills, 2007a; Lingard, 2003) to integrate previously contrasting perspectives related to gender formation and gender behaviour. Further research is needed to empirically determine the impact of interventions targeting boys' educational outcomes, which should include academic and affective outcomes. Areas of particular interest emerging from both this study and other recent research, concern boys' attitudes and self-concepts regarding English. Using a bio-ecological framework it would be possible to investigate the impact of English-related interventions across a range of school sectors, in relation to home environments including socio-economic grouping and levels of parental education.
CONTRIBUTION AND LIMITATIONS OF THE STUDY
The value of this study is that it has empirically examined gender differences in self-concept and views of schooling across a range of school sectors and socio-economic levels. The overall findings regarding differences between schools and the differential gender effects of school and year found in the study do cast new light on the complex nature of gender in education. The study has also demonstrated the efficacy of identifying areas of affective gender difference with quantitative instruments. Given the between-school variability, in identifying both within-and between-gender differences, the importance of individual school-level data in the examination of gender differences is highlighted. The study has demonstrated a viable method of data collection to investigate gender differences, in a manner which allows for consideration of factors in educational achievements derived from sociological as well as social psychology perspectives. The study also provides tentative support for a more encompassing approach to boys' education.
The study could have been improved through use of a control group and a more rigorous sampling of schools, particularly as the generalisablity of the results regarding differences between government and non-government schools is limited. Further investigation of gender differences in government and non-government schools using a broader sample and a controlled, longitudinal design would seem warranted. While the study was quantitative, a mixed method approach which included qualitative interviews with boys and girls in the schools regarding satisfaction with school and teaching practices may have furthered understandings of the interface between male identities and English teaching. Valuable contextual data such as these could inform teaching practices as well as provide valuable research data regarding context-based gender differences.
IN CONCLUSION
The results from the current study would suggest that student-level affective variables need to be considered and further, that any possible gender differences therein also need to be investigated. Given that there is a connection between academic and affective outcomes, the relationship of socio-economic background, gender and affective responses to school remains ambiguous and would certainly warrant further investigation.
